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The essential elements of an outcomes-based educational
program (QBE) are described.

These four critical questions

regarding school improvement, posed by the leader in OBE,
Johnson City Central School District, Johnson City, NY,
frame the discussion:
What do we want?

What do we believe?

What do we do?

What do we know?

Theoretical discussion and

results of studies of QBE are presented.

A plan for

introducing QBE into a school district is included.
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CHAPTER 1
Background of the Study
Introduction
Outcomes-based education (from this point on to be
referred to as OBE) is more a process, than a program,
designed to equip all students with the knowledge, skills,
and attitudes necessary to lead lives as lifelong learners
and contributing members of society.

OBE is a comprehensive

synthesis of educational philosophy, psychology, and
research grounded schooling practices.
Successful implementation of an OBE model is probably
contingent on an understanding of, and inclusion of, its
many component parts.

This study describes the essential

parts and suggests an implementation plan.
Purpose of the Study
The purpose of this study is to describe and to present
a model for implementation of a K-12 outcomes-based
education program.
Statement of the Problem
OBE is a clearly focused process which incorporates
research supported, effective, educational philosophy, and
practices.

Consistency is the hallmark of OBE; therefore,

clarity of purpose, district-wide adoption, and the
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cooperative effort of all school staff, students, and
community members are requisites for successful
implementation.
This study describes the essential elements of QBE and
presents a procedure and timeline which will enhance the
successful introduction of QBE into a school district.
Rationale
Educators may know a good deal about learning and human
behavior and be knowledgeable, even wise, in their areas of
expertise.

They may entertain new theories and try their

accompanying practices in earnest.

Yet, despite substantial

responses to pleas for better schools (e.g., the 1983

~

Nation at Risk report of the National Commission on
Excellence in Education), on-going criticism in the mass
media indicates that many schools are not meeting the
expectations of society or the needs of students.
Twenty-five years ago, QBE advocate John Champlain
(1988), influenced by Anderson of Harvard, concluded "that
the existing school structure was harmful to many,
ineffective for others, and only meaningful to those who
would have learned anyway" {p. 49).

This insight led

Champlain to develop a model which is "organized according
to how we know young people learn, not according to the
customary and usual dictates of convenience and ease in
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moving numbers of young people" (p. 49).

Champlain (1988)

believed:
If students are to be successful, school must gain
clarity of focus, by defining the intended outcomes of
the schooling experience, know and use effective
schooling and teaching conditions and practices, and
deliberately vary conditions and practices so that all
students have the time and assistance they need to
learn (p. 2),
Beginning in 1971, Champlain developed and implemented
his model of OBE, ODDM, or Outcomes-Driven Developmental
Model, in the Johnson City Central School District, Johnson
City, New York.

The success of this model (Vickery, 1988),

in both "standards and achievement in a community
historically beset by low academic expectations" (p. 52), is
exemplary.
Definition of Terms
"Best Knowledge" (Champlain, 1990).

Based on research,

the most convincing data available at any given time.
"Best Shot" (Champlain, 1990).

A planned presentation

of material based on selection of appropriate techniques (at
least two different modes) always based on the objectives.
Change Agent.

A person, or organization, who acts

intentionally to bring about change.
Cooperative Learning.

An instructional strategy which

organizes students in groups to work together.
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Curriculum Alignment.

The extent to which stimulus

conditions match among three instructional components:
intended outcomes, instructional processes, and
instructional assessment.
Correctives.

In OBE, opportunities for relearning or

continuing learning.
Cue Set.

That part of the instructional process in

which the student is informed of what is to be accomplished,
why it is to be done, how the learning is to take place, and
how they will be expected to demonstrate achievement.
Critical Learnings.

Also called essential learnings,

identified objectives of the learning process, basic to a
unit and of which mastery is required.
Extensions.

Individual and group activities which are

applications of the knowledge learned.
Formative Assessment.

A method of determining that

learning is taking place; used throughout the teaching phase
of the instructional model, may be by teacher observation,
test, student demonstration, or evaluation.
Mastery Learning.

A theory of learning (all children

can learn given enough time and conditions appropriate for
learning) and the instructional strategies associated with
mastery (teach, test, reteach if necessary, test again).
Outcomes-Based Education.
Based.

Outcomes-Driven.

OBE.

Outcome-Based.

Out Come

Synonymous terms referring

to an educational process, including both philosophy and
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practices, which is focused on identifying the knowledge,
skills, and attitudes necessary for lifetime learning and
success, and then devoting expertise and resources to ensure
that all students master the desired outcomes.
Prerequisites.

Those concepts, information, and

procedures the students must know before instruction for the
objectives can begin.
The Instructional Process.

A systematic action plan

for OBE.
Transformational Leader.

A person committed to

actively pursue change and to share beliefs and knowledge in
order to help others discover their potential.
Summative Assessment.

A test, administered at the end

of a unit.
Organization of the Project
The organization of the remainder of this project is
tied to four key questions worthy of consideration by a
district considering adoption of an OBE model.
The Review of Related Literature will address these:
What Do We Believe?
OBE's Philosophy of Education
Psychology for OBE-Control Theory/Reality Therapy
What Do We Know?
Research Which Supports OBE
What Do We Want?
Desired Exit Behaviors
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The Project Study will include:
What Do We Do?
The OBE Instructional Model and Classroom
Practices
Implementation of an OBE Model

CHAPTER 2
Review of the Literature
The current focus on excellence in education has
stimulated increased interest in educational reform, and in
particular, in schooling approaches which produce an
increase in student achievement.

OBE, a total reforming

process which contains components from other movements,
especially mastery learning, has been the subject of much
research.
The literature review which follows is directly related
to critical questions regarding school improvement posed by
the leader in OBE, Johnson City Central School District,
Johnson City, New York (The Outcomes-Driven Developmental
Model, 1989).

As the Johnson City "Success Connections"

(see Appendix A, page 50) shows, the alignment of responses
to these questions provides a district with a clear vision.
What Do We Believe?
OBE's Philosophy of Education
OBE's Philosophy of Education as described in the
quarterly journal of the Network for Outcomes-Based Schools
(1987) is:

1.

All students can learn.

Achieving the intended

outcomes of the schooling experience is within the
grasp of virtually every student.
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Schools exist to
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foster this learning and ensure the accomplishment of
such learning by all students.
2.

Success breeds success.

The success that students

experience as they learn in school affects their selfconcept, motivation, and approach to learning.
Providing students opportunities to succeed in learning
and acknowledging their successes encourages students
to seek further learning experiences.
3.

Schools control the conditions of success.

There

are known schooling and teaching practices associated
with learning success.

Schools can, if they choose to,

learn about and use these practices.

Schools can vary

the conditions and practices for learning so that all
students reach high levels of success (p. 1-2).
From the concept that all children can learn when
provided with conditions that are appropriate for their
learning came the Bloom's Learning for Mastery model
(Bloom, 1976).

Dunkelberger and Heikkinen (1984) noted that

most of the fundamental assumptions associated with mastery
learning have been based on theories of Benjamin Bloom
(1971).

For the developers of an QBE program, it is

important to recognize that mastery learning includes far
more than an instructional delivery system.
According to Champlain (1989) the Network for OutcomeBased Schools was initiated in 1979 by those researchers and
practitioners who saw beauty and power in the mastery
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learning philosophy.

He listed some "time-honored and

previously untouched variables'' which OBE would
intentionally alter in order to create conditions for
success:
Time, an intentional emphasis on the effective,
altering the instructional process to provide
opportunity and support, re-assess roles for both
teacher and pupil, and, last, but not least, a complete
overhauling of the traditional view of who and how many
could become successful learners (p. 7).
Psychology for QBE-Control Theory/Reality Therapy
Glasser (1990) stated the two most important features
of a quality school as "the elimination of coercion and
student self-evaluation.''

He urged schools to encourage,

indeed to teach, students how to judge the quality of the
life they are choosing to lead.
The idea that everyone has choice is central to
Glasser's Control Theory.

Though we may often feel

powerless, Control Theory says, the reality is that no one
can make someone do anything.

At some point a choice is

made.

Thus, each of us is inherently in control of our

life.

Glasser said that we have less control over what we

think and feel.

Our thoughts and emotions can occur for a

variety of reasons, but we do choose our every action
(1985).
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Control Theory, expressed in a formula, o {outcome)=
e {event) + a {action), conflicts with the traditional
stimulus-response theory of human behavior.

Glasser (1985)

argued that to believe in stimulus-response is to assign
both blame and credit for your actions to outside influences
and to accept Control Theory is to accept responsibility for
all you do.
Control Theory appears to be a natural match with OBE.
Believing you have control over your life, in general, and
your learning, in particular, enhances the possibility you
will be motivated {Alessi, 1990).

Further, OBE encourages

classroom practices which consider Glasser's (1985) list of
human's four basic psychological needs:
(
\

freedom, and fun.

power, belonging,

In reference to cooperative learning, a

method encouraged by OBE advocate Champlain (1990), Glasser
said, " ... students are willing to work hard when they are
taught in ways that satisfy their needs.

Control Theory

explains why the learning team model is an effective way to
do this'' (1986, p. 117).
It can be concluded from Johnson City Central School
District's desired exit behaviors {Vickery, 1988) that
healthy psychological development of students, positive
attitudes and good behavior, individually and in groups, are
qualities, valued by OBE.

OBE trainers Champlain (1990) and

Alessi (1990) suggested that by teaching Control Theory to
administrators, teachers, and students you can improve the
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climate of a school and maximize successful experiences for
everyone.
Reality Therapy is a counseling method based on the
principles of Control Theory.

Practicing Reality Therapy

involves helping someone to see and understand his behavior
by using questions such as:

What are you doing?

the consequences of what you are doing?
differently?

(Alessi, 1990).

What are

What could you do

A colleague of Glasser,

Wubbolding (1988) listed the principles of Reality Therapy:
Principle 1:

Human beings are motivated to fulfill

needs and wants.

Human needs are common to all people.

Wants are unique to each individual.
Principle 2:

The difference (frustration) between what

human beings want and what they perceive they are
getting from their environment produces specific
behaviors.
Principle 3:

Human behavior-composed of doing,

thinking, feeling and physiologic behaviors--is
purposeful; that is, it is designed to close the gap
between what the person wants and what the person
perceives he or she is getting.
Principle 4:

Doing, thinking and feeling are

inseparable aspects of behavior and are generated from
within.

Most of them are choices.

Principle 5:

Human beings see the world through

perceptions.

There are two general levels of
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perception:

low and high.

The low level of perception

implies knowledge of events or situations.

A high

level of perception gives values to those events or
situations (p. 3-7).
What Do We Know?
Research Which Supports OBE
OBE is a process.

It is an ever-evolving, data-driven

composite of schooling practices based on "best knowledge"
(Champlain, 1990).

Hence, OBE is grounded in research.

For

the purpose of this study, research on some of the features
of OBE will be discussed.

The writer recommends The

Northwest Regional Educational Laboratory's (1984)
publication, Effective Schooling Practices:

A Research

Synthesis, and the United States Department of Education's
What Works:

Research About Teaching and Learning as sources

for more extensive research on effective schooling.

The

research synthesized for that comprehensive report included:
school effect research, teacher effects research, research
on instructional leadership, curriculum alignment research,
program coupling research, and research on educational
change.
Mastery learning is such an important part of OBE that
most of the research references for OBE are identified
topically under mastery learning and the content of this
literature review reflects that.
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Guskey and Gates (1986) explained that there is some
confusion about what is meant by mastery learning because
the term is applied to a number of different educational
programs.

Some of these, they noted, "bear little or no

resemblance to the ideas described by Bloom and then refined
by Block (1971), Block and Anderson (1975), and Guskey
(1985a)'' (p. 73).
While mastery learning shares features of other forms
of individualized instruction (well-defined and sequenced
objectives, immediate feedback, and evaluation in terms of
criterion-referenced standards) a major difference is that
it is typically a group-based, teacher-paced approach
(Guskey and Gates, 1986).
Guskey and Gates (1986) referred to the research of
Block and Burns (1976) which concluded that although groupbased mastery learning programs "seldom yielded the large
effects on student learning ... that advocates proposed •••
they did lead to consistently positive effects.''

Guskey and

Gates (1986) reviewed and summarized subsequent studies.
The following are highlights from their work.
Highlights of Research on Group-Based Mastery Learning
Programs
A meta-analysis on 27 well-designed studies show that:
1.

Achievement results are overwhelmingly positive,

but vary greatly from study to study.
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2.

Although students at all levels appear to benefit

from mastery learning, effects are somewhat larger in
the elementary and junior high school classes than at
the high school level.
3.

Although applicable across subject areas, effects

in language arts, and social studies classes are
slightly larger than those attained in science and
mathematics classes.
4.

Students tend to retain what they have learned

longer under mastery learning, both in short-term (2-3
weeks) and long-term (4 months) studies.
5.

Students are engaged in learning for a larger

portion of the time they spend in mastery classes and
require decreasing amounts of remedial (corrective)
time over a series of instructional units.
6.

Students in mastery classes develop more positive

attitudes about learning and about their ability to
learn.
7.

Teachers using mastery learning develop more

positive attitudes toward teaching, higher expectations
for students, and greater personal responsibilities for
learning outcomes, but may experience diminished
confidence in their teaching skills (p. 78).
Stockdale (1986) reviewed and analyzed 16 randomly
selected research studies and general reports dealing with
mastery learning as it is presently implemented.

She found:
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When the achievement of mastery students was compared
to that of nonmastery students, mastery students
outscored nonmastery students.

The difference in

achievement was usually (but not always) significantly
higher (p. 177).
This finding is consistent with the results of two
reviews of mastery learning published in the late 1970s.
Block and Burns (1977) reviewed 97 studies.

Fifty-nine

reported statistically significant results favoring mastery
students; three reported statistically significant results
favoring nonmastery students.

Of the remaining reports, 28

reported higher scores for mastery students.
and Cohen (1979) reviewed 61 reports.

Kulik, Kulik,

Forty-eight reported

statistically significant results for mastery students.

Of

the remaining 13, nine favored mastery students.
Burns (1979) performed a meta-analysis of the effect
sizes (magnitude of the mean score differences) in the
reports reviewed by Block and Burns, and Kulik, Kulik, and
Cohen.

He concluded:

are impressive.

''By any standards, these effect sizes

One has to conclude, given the research

evidence to date, that mastery methods not only work, but
work very well'' (p. 112).
A series of articles in the Review of Educational
Research presented a back and forth discussion about the
merits of mastery learning among Slavin (1987) and Bloom
(1987), Guskey and Anderson (1987), and Burns (1987).

16

Slavin (1987), an outspoken critic of mastery learning, took
issue with the advocates' research methods and design.
Guskey (1987) responded:
Only rarely are teachers required to participate in
training procedures or to use mastery learning in their
classes.

Thus, even when the assignment of students to

mastery and control classes is random, the assignment
of teachers typically is not.

This does make it

difficult to separate teacher effects from treatment
effects, especially if one also employs, as Slavin has,
selection criteria that exclude time series designs and
crossed designs in which the same teachers teach both
mastery and control classes.

But it is indefensible to

suggest that the "best" evidence on mastery learning
comes from only those instances in which its
implementation has been assigned, required or mandated
(p. 226).

Anderson and Burns (1987), as well as Guskey (1987)
argued that Slavin does not understand or appreciate that
mastery learning is both a philosophy and a set of
instructional practices.

Each of these researchers

acknowledged that more and continuing research is essential,
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but they firmly supported the current positive research.
Anderson and Burns (1987) explained:
... the purpose of most of the experimental research on
mastery learning, particularly those studies conducted
by students of Benjamin Bloom, has been the
investigation of what is possible, not what is likely.
Throughout his career, Bloom has challenged researchers
to conduct studies that would test the ''limits of
learning.''

Most of these studies, conducted under

controlled conditions over short time periods, have
also been excluded from Slavin's review (p. 215).
A school district curriculum director, Roettger (1990),
discussed a fifth grade pilot project, using outcome based
instruction, at West Marshall Community Schools, State
Center, Iowa.

He acknowledged that the project was not

closely controlled, but said the results were persuasive.
Involved were three teachers with experience ranging from
first year to master teacher and students ranging from
special education resource room to gifted.

Roettger shared

his staff's comments about the pilot program:
••. the teachers were very positive about the potential
for real and meaningful gains in student achievement as
a result of outcome-based instruction.

The first year

teacher wondered why he was not taught the outcomebased process in his teacher preparation program.
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Other schools who conducted pilot projects share this
enthusiastic response.

Buffington, Curd, and Lunt (1989)

and McGaffic (1989) reported on outcome-based projects in
high school English classes.

Allred, H., Cha, J., Stevens,

H., and Wood., R. (1990) described the successful
application of mastery learning in a social studies
curriculum.
Some research supported schooling practices (U.S.
Department of Education, 1989) which may be part of an
outcomes-based educational program include:

regular

attendance, prior knowledge, homework, acceleration,
cooperative learning, and extracurricular activities.
The importance of attendance relates directly to the
OBE belief that schools control the conditions of learning
(Network for Outcome Based Schools, 1987).

If students fail

to attend it does not appear likely that schools can control
the conditions of learning.

Further, good attendance

increases exposure to academic content and instruction and
increases opportunities (time) for learning (U. S.
Department of Education, 1989).
The compiled research (U.

s.

Department of Education,

1989) on the effects of prior learning found ''when teachers
introduce new subject matter, they need to help students
grasp its relationship to facts and concepts they have
previously learned'' (p. 50).

The OBE instructional process

(see Appendix D, page 57) addresses the importance of prior
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learning in both the pre-teaching phase, by determining
prerequisites, and the teaching phase, by checking for
understanding of the prerequisites and intervening when gaps
appears.
The issue of homework was also part of the U.S.
Department of Education (1989) synthesis of research on what
works in schools.

The study found:

Well-designed homework assignments relate directly to
classwork and extend students' learning beyond the
classroom.

Homework is most useful when teachers

carefully prepare the assignment, thoroughly explain
it, and give prompt comments and criticism when the
work is completed (p. 48).
Walberg (1985) referred to Bloom's (1984) statement
that homework is an "alterable variable."

Walberg discussed

the decreasing parent contact time with students and the
waning amount of time students spend on homework.

His study

showed higher achievement especially when homework is graded
or commented on.

Champlain (1990) explained that one way

schools may favorably alter the variabilities associated
with homework is by giving homework only subsequent to
thorough instruction and making sure the students know what
is expected of them.
The issue of "gradedness" (Champlain, 1990) in OBE is
related to consideration of retention, acceleration, and
grouping practices.

Champlain (1990) stated that the school
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of the future should be without grades, that students should
move through the educational system on the basis of their
learning, not their age.
As research (Berliner and Casanova, 1986, and Johnson,
1984) does not support holding students back, the
instructional process (see Appendix D, page 57) provides a
number of means to enhance all students passing.
include:

These

identifying critical learnings, prerequisites,

formative assessment, reviewing, and correctives.
Kulik, J. A. and Kulik, C. C. (1984) provided evidence
that accelerated academically talented students "perform
almost a year ahead of talented, same-age control students
and about as well as talented older students'' (p. 84).
Current OBE practices (Johnson City Central School District,
1989) for gifted and talented students are focused on
extension of the regular curriculum and independent
investigations, rather than urging students to speed through
the system.
Rubin and Spady (1984) described the outcomes-based
approach to grouping.

Students may be flexibly grouped

according to specific levels of achievement or task
assignment.

These groups differ from conventional ability

groups to which students are assigned because they are not
designed to be longterm or exclusive (Spady, 1984).

In

addition, cooperative learning groups may be effective in
the OBE process (Champlain, 1990).
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Spady (1971) reported that although it is difficult to
measure exactly how participation in extracurricular
activities in high school enhances the chances of success in
college, the data does support this notion.

He said, "These

activities not only provide participants with varying
degrees of status and prestige, they also facilitate the
development of skills and attitudes that serve as resources
in students' quest for future success" (p. 396).

Vickery

(1987) discussed extracurricular activities in Johnson City.
The data indicated "that greater numbers of students are
achieving the kind of excellence normally available to only
a few'' (p. 803).
The most compelling, convincing, and complete data in
support of OBE comes from the Johnson City Central School
District which began working towards a mastery model in 1971
Vickery (1985, April) reported standardized test scores (see
Appendix C, page 52) and related the results to Bloom's
(1976) hypothesis that variance in achievement will decrease
over time in a mastery learning situation.

Although the

variance of scores did increase over time, it did not
increase as much as that of the CAT national norming group.
Vickery (1985) discussed the findings:
This was not an exact test of Bloom's hypothesis
because he was speaking of variance on objectives that
are content-referenced

as a norm-referenced test,

the CAT is designed to describe the range of learning
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which the most and least brilliant students would
exhibit, not to the degree to which students have met
the specific criteria of an instructional program.

It

may be the case that had we been able to measure
student performance against the precise learning
objectives

the results would have been markedly

different.

Of course, it is possible that the increase

in variance could be attributed to exactly what was
taught in school and that it was on the test items
which were not content referenced that variance did not
increase by the expected amount.

More probably,

however, the reverse would be the case, and a better
test of Bloom's notion awaits the examination of a

(
'

situation in which the variance in student achievement
can be measured against content-referenced objectives
over a comparably long period of time.
Further indication of their significant accomplishments
is the fact that the Outcomes-Driven Developmental Model
(ODDM) is the only elementary and middle school curriculum
management model to be validated by the National Diffusion
Network (Vickery, 1988).
Vickery (1985), a professor from Syracuse University
who is Johnson City Central District's researcher, credited
the success to a combination of things.

He stated that

central to the success is the fact the ODDM and the ongoing
staff development program of ODDM are, in fact, examples of

23

mastery learning.

He explained that everything which has

been and will be accomplished is the result of intentional
outcomes-planning.
The literature on Johnson City called attention to the
fact it is a typical lower-middle class industrial community
(Vickery, 1988), and contended that success in such a
setting implies similar success is attainable in other
communities.
Johnson City is a shining example of a school district
that has been systematically reorganized to raise both
standards and achievement.

Leadership has become,

first and foremost, instructional leadership and staff
development has become a means for sharing both the
leadership and responsibility for solving problems.

It

is a lesson in what can be done when a district commits
every aspect of schooling to the pursuit of excellence
(Vickery, 1988, p. 56).
What Do We Want?
Desired Exit Behaviors
An outcomes-based planning model "increases the
potential for success because it starts by obtaining
consensus on desired results" (Stephens
43).

&

Herman, 1984, p.

This is in contrast to more traditional decision

making approaches, Stephens and Herman said, which "for the
most part ••• have been based on assumptions about desired
results" {p. 43).
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The desired results, which are a combination of the
knowledge, skills, and attitudes a district would like to
see in students when they graduate, can collectively be
referred to as desired student exit behaviors.

In Johnson

City, and typically in OBE districts (e.g., Stephens and
Herman, 1984, Buffington, Curd Lunt 1989, Allred, Cha,
Stevens and Wood 1990, Roettger 1990, and The Glendale OBE
Team 1989, these identified behaviors are central to the
mission of the district (Vickery, 1988).

Vickery explained:

Laudable test scores (see Appendix B, page 52),
... however, do not adequately reflect the district's
goals.

As its mission statement says, Johnson City's

goal is for all students to learn well what the schools
want them to learn.

Many districts could subscribe to

that mission statement and would measure the
achievement of that learning primarily, if not
exclusively, through standardized tests.

But in

Johnson City five exit behaviors further define this
mission:
1.

Students are to have high self-esteem both as

learners and as persons.
2.

They will be able to function at high cognitive

levels, not just at the lower levels expected on
standardized tests.
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3.

They will be good problem solvers, communicators

and decision makers, will be competent in group
processes, and will be accountable for their own
behavior.
4.

They will be self-directed learners (see Appendix

C, page 54).
5.

They will have concern for others (pg. 52).

At Whitmore Lake, Michigan (Stephens

&

Herman, 1984)

the desired result of schooling is "graduates who would be
self-sufficient adults--defined as individuals who produce
for society a greater amount than they consume" (p. 46).
Champlain (1990) discussed the role of education in the
future.

In order to turn out self-sufficient citizens for

the 21st century, he indicated schools need to address the
changing definition of learning.

Learning used to mean

collecting knowledge about what was.
more accurately equated with changing.

Today, learning is
Because OBE is both

carefully structured and ''best knowledge''-driven it is
designed to maintain standards and accommodate the change
associated with lifelong learning.
Excellence may be a more difficult to define "want."
Gardner (1984) described excellence as striving for the
optimum, or highest standard.

In his book, Self-Renewal,
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Gardner commented on the importance of high educational
expectations, of expecting excellence:
The relation of education to the level of motivation in
the society is more direct than most people recognize.
The goals the young person sets for himself are very
heavily affected by the framework of expectations with
which adults surround him.

The educational system

provides the young person with a sense of what society
expects of him in the way of performance.

If it is lax

in its demands, then he will believe that such are the
expectations of society.

If much is expected of him,

chances are that he will expect much of himself (p.
20).

Spady (1984) discussed the features of OBE which tend
to enhance excellence.

He concluded that the success of a

successfully implemented OBE program yielded other desirable
outcomes, as well.

He said:

Because the vast majority of students learn so well
under this system, their success reinforces the
teachers' senses of success and efficacy.

The result

is a positive team feeling and renewed staff vitality
(p. 44).

CHAPTER 3
Procedures Used in the Study
The purpose of this study is to describe and present a
model for implementation of a K-12 outcomes-based program.
Procedures used in this study include three elements:

a

computer assisted ERIC search, library research at the
Central Washington University Library, and participation in
six OBE training sessions (three half-days, two whole days,
and one, a week long).
Journal articles, books, and unpublished outcomesbased training materials were the sources used for research.
/
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CHAPTER 4
The Results of the Study
What Do We Do?
Following an introduction, the results of this study
are presented in two sections, Part I:

A Description of The

Instructional Process and Classroom Practices, and Part II:
An Implementation Model.
Introduction
Most educational reform is like a tailor altering a
garment, a tuck here, a tuck there, perhaps even new
shoulder pads, but in the end still the same garment.
may fit well and it may not.

It

OBE, however, offers a brand

new garment made from the finest materials, most of them
wellknown.

The special style and excellent fit are due to the

carefully planned and consistently carried out construction.
Successful implementation of an OBE model is contingent
on an understanding of, and inclusion of, its many component
parts.

However, the reader is asked to remember that each

OBE model is a designer original.
Adopting OBE will enable a school district to create
conditions for success focusing on identified exit behaviors
which are global, but not vague.

An OBE district will be

open to change, based on research determined "best
knowledge" (Champlain, 1990), in order to close the gap
28
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between what we know and what we do.

Believing that quality

is a choice, an OBE district intentionally will raise its
level of expectations to the pursuit of excellence.
Whatever plans and procedures a district uses to
implement OBE it is important to identify what you want,
clarify what you believe, and document what you know in
order to determine and direct what you do.

Thus, the

successful implementation process will be in itself a model
of OBE.
The suggestions for implementation presented here are
the result of study, participation in the introduction of
OBE in the Eastmont School District, East Wenatchee, WA, and
training in the Outcomes-Driven Developmental Model (ODDM)
of the Johnson City Central School District, Johnson City,
NY.

The evidence for, and the best description of, OBE

center on the significant accomplishments of Johnson City
Central School District.

The writer recommends looking to

ODDM for leadership and guidance in the adoption of OBE
philosophy and practices.
Moving to OBE involves both sequential and simultaneous
changes.

Each district must decide exactly how to proceed

according to its state of readiness, commitment, and
availability of time, energy, and resources.

Staff

commitment and training, flexibility in scheduling, teachers
working in teams, and time to work on all aspects of the
reform need to have high priority.
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Consistency and its accompanying success will be
enhanced by moving towards total district involvement.
While it is impossible to lay out a timeline for everyone to
follow, it is suggested that the stages of Awareness and
Initial Training take place during one school year in order
to help immerse both staff and community in the language and
processes of OBE.
Part I:

A

Description of The Instructional

Process and Classroom Practices
A teacher in Johnson City said, "There's nothing
magical about the instructional process model.

A lot of

people do those kinds of things, whether or not they are in
mastery learning.

The thing is, I think we're more

intentional about it" (Burns, 1987).

Another teacher said

it "organizes you and makes you more deliberate" (Vickery,
1987).

And yet another teacher commented, "My quickest way

to explain what I do that's different is that everything I
do between the time I get the idea of what I want to teach
and the time the unit is completed, all of that, is in a
straight line" (Burns, 1987).

A diagram of The

Instructional Process, based on the Johnson City Model (see
Appendix D, page 57) reflects that linear form.
The Instructional Process will be described in four
parts:
Climate.

Pre-teaching, Teaching, Post-Teaching, and Classroom
Classroom Practices will be included where

appropriate.
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Pre-Teaching
The pre-teaching phase consists of:
1.

Developing and prioritizing objectives (for

critical learnings and extensions) within course, unit, and
lesson guidelines.
2.

Identifying pre-requisite vocabulary, skills, and

knowledge necessary to meet the objectives.
3.

Planning instruction incorporating all cognitive

levels of learning.
4.

Selecting resources, materials, activities, and

assessments which provide for a variety of learning styles.
Teacher teams working together in pre-teaching provides
consistency in content, shared knowledge base, and divides
the work load.

Determining critical learnings, identifying

and developing extensions, and selecting assessments is a
huge task.

OBE believes in teaching well those things which

are identified as essential.

''Cover,'' as in cover a book or

curriculum, is a dirty word.

Therefore, the determination

of critical learnings is very important.

A district needs

to establish procedures and provide time for the initial
work, and for continuing evaluation and improvement.

An

aligned curriculum (identify what to teach and then teach
and test over exactly that) is the desired result of these
efforts.
OBE features the practice of compartmentalizing
learning into units of instruction, usually two to four
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weeks in length.

The amount of time spent in any of the

parts of the teaching phase will vary with course and
students, but it is part of the planning to anticipate the
schedule.
Teaching
The teaching phase consists of:
1.

Prerequisite review

2.

Cue Set

3.

Best Shot

4.

Guided Practice

5.

Independent Practice

6.

Formative Assessment

7.

Mini-Best Shot

8.

Correctives

9.

Extensions

10.

Exceptional Learner Investigations

11.

Review

12.

Summative Assessment

After the teacher determines that prerequisites have
been met, he/she provides focus, actively engages students
in the process by relating the new learning to old learning,
and helps motivate.

In essence, the teacher and students

mutually recognize, "This is what will be learned."

There

are no mysteries in the mastery learning approach.
The lesson is delivered with your ''best shot'' (Johnson
City, 1989), a strategy, or combination of strategies, which
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is appropriate to the students and the information being
taught.

Actively involving students and making sure that

everything done is serving the purpose of helping students
acquire learning.

"Best Shot" (Johnson City, 1989), may

include lecture, discussion, inquiry, manipulatives, media,
etc.
Guided practice involves teacher-directed practice
activities.

These may take place in cooperative groups or

in the whole group, but the essential feature is teacher
assistance and careful monitoring.
follows successful guided practice.

Independent practice
Homework is independent

practice and only work which had been well-taught may be
assigned for homework.

It is contrary to OBE to send

assignments home when a student has missed instruction.
Absentees must make up work in correctives.

Formative

assessment is an on-going process and provides the
information the teacher needs in order to make choices about
pacing the teaching process.
In the Johnson City model, there are no letter grades
given on any of the daily assignments or formative
assessment.

Records of accomplishments are kept, but the

philosophy is that the only real grade needed is one at the
end of the unit which will represent the "power of learning"
(Champlain, 1990).

In Johnson City, grades are limited to

"A", "B", and "I" for incomplete.

Their belief is that if

mastery ("B" level) has not been met, the student has not
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finished learning.

An "I" may be given during the teaching

process instead of a satisfactory formative report notation.
Grades are determined after summative assessment and include
both mastery of critical learnings and work done on
extensions.
As the teaching process continues, students with ''I's''
will be expected to do correctives.

Other students, in

Johnson City it is usually no more than 20 percent in
correctives (Champlain, 1990), go on to extensions.
The extension activities are part of the regular
curriculum, they are geared at application of the more basic
critical learnings, and they are not ''extra-credit.''
Because it is desirable to have all students process their
knowledge, the extensions are presented in a ''mini-best
shot" (Johnson City, 1989) to the whole class.

OBE

innovator, John Champlain (1990) admitted that there will be
some students who do not complete the extension activities,
but he pointed out that for these slower students to be
exposed to application processes at all is a great
improvement over other approaches to differentiated
instruction.
The process provides opportunities for exceptional
learners, too.

Independent investigations and projects are

examples of activities which can be available to anyone who
meets eligibility requirements (finishing required learning)
instead of a limited few.
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The strength of this model and the difficulty of using
it are found in this process just described.

With teachers

working together in teams, and with the use of classroom
aides and good planning it is possible to accommodate all
the needs of the process.

But, it requires hard work and a

strong belief that the process yields knowledge, skills, and
attitudes which are better in quality than conventional
systems.
Review is the last component of the teaching phase and
is an important link in ensuring success.

It needs to be

linked to the objectives and provide a summary of what has
been learned.

It must preceed any summative assessment.

Post-Teaching
The summative assessment must be matched to the
objectives.

Students should know ahead of time what is

expected of them in order to achieve mastery.

A student has

completed his/her learning when mastery is reached.

The

fact that the grade will reflect mastery plus extensions is
a built in feature which encourages students to do more than
the minimum.
The grading system is one area where each district may
design its own, as long as it remains consistent with the
OBE philosophy.

Champlain (1990) recommended that

transitional districts not jump abruptly from "A-F" to the
"A", "B",

11

I

11

system.
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What about "I's" at the end of a unit or course or
school year?

When a student is unable to exhibit mastery,

corrective procedures must follow.

At the end of a unit

there need to be planned opportunities for correctives.
These intentional reteaching activities should utilize modes
of instruction different from those of the initial
instruction.

This is a crucial element which provides a

means to act on the OBE philosophy that all can learn given
appropriate conditions.

A different delivery of the lesson

may be the condition needed.
When and how and with whom correctives will take place
will depend on the scheduling and planning of teachers.
Before the summative, most correctives should be manageable
within the regular class period, but when a student needs
correctives after the unit has been concluded, time needs to
be arranged outside the class period for the subject.

In

many OBE schools, a period of time is built into the
schedule to allow for work on correctives and further
extensions.
Believing that an "I'' indicates a student has not
finished learning, OBE schools extend the school year in
order to allow students the opportunity to finish.

Such an

arrangement differs from conventional summer school in that
teachers who issue an "I'' are expected to provide precise
information about what learning needs to take place.
Champlain (1990) remarked that in Johnson City it has been
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amazing to see how rapidly students do learn when the
conditions (''You are here until you finish learning!"
(Champlain, 1990) motivate the student.
Classroom Climate
There are a number of features of an OBE model which
lend themselves to a positive classroom climate.
inclusive.

OBE is

By demanding explicit and well-explained

expectations it promotes high achievement and high
self-esteem.

It is a system which believes everyone can be

a winner so the spirit of competition is likely to be
replaced with the spirit of cooperation.

Understanding, and

applying, Glasser's Control Theory (Glasser, 1984)
encourages everyone, students and staff, to take
responsibility for his or her own behavior and learning.
And, reality therapy provides a system for dealing with
behavior problems as they occur.
Part II:

An Implementation Model

The Vision Phase
Goal:

To begin the process of creating conditions for

success.
Action:

Transformational leaders (administrators,

teachers, school board members), informed through
visitation to Johnson City and research, model and inspire
others with their belief in OBE and commitment to
excellence.
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Action:

Designate an QBE Process Coordinator from

among the Transformational Leaders whose job shall be to:
coordinate training and other QBE related staff development,
facilitate the Community Task Force for Excellence, promote
public awareness, and document the process of implementation
of QBE.
Awareness Phase
Goal:

To introduce community and school staff to QBE

and school reform processes.
Action:

Create a Community Task Force for Excellence

made up of key citizens (both volunteer and drafted),
parents, school staff, and students who are willing to
investigate and discuss wants, needs, and means of school
improvement.

Hold regular meetings and include

opportunities to inform the group with research, speakers,
etc., and opportunities to receive input from the group.
Action:

Expand transformational leadership group to

include representatives from each school.
Action:

Transformational leaders receive training and

plan for staff development and implementation.
Initial Training Phase
Goal:

To enhance successful implementation of QBE by

providing consistent training.
Action:

Provide beginning training in Control Theory/

Reality Therapy and QBE for the entire staff.
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Action:

Continue meetings of Community Task Force for

Excellence.
Action:

Staff develops beliefs statement.

Action:

Transformational leaders receive advanced

training.
Action:

Buildings create leadership teams to explore

best ways to implement OBE.
Action:

Among buildings, grade levels, and subjects

work begins on curriculum alignment.
Action:

Networking between Transformational Leaders

and buildings to determine best direction to take.
Action:

Transition time as some staff beginning to try

OBE process.
Second Level Training and Application Phase
Goal:
Action:

To begin using OBE in the classroom.
Provide week long training for the entire

staff dealing with the Organizational Demands such as
Teaming, the Instructional Process, and Classroom Practices.
Action:

Work on curriculum alignment continues.

Action:

Transformational Leaders train to be trainers.

Action:

Staff begins to use the instructional model.

The level of knowledge, understanding, commitment, and the
support system (personnel, facilities, time, etc.) will
determine the degree and pace if implementation.
Action:

District, buildings, and individuals self-

evaluate as they go.
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Action:

Transformational Leaders provide technical

assistance, model, monitor, and evaluate.
Action:

Community Task Force for Excellence continues

to meet, less often, but regularly, with identified goals.
Continuing Training and Application Phase
Goal:

To implement OBE district-wide.

Action:

Work on curriculum alignment continues.

Action:

Advanced training opportunities made available

as needs are determined.
Action:

Implementation of OBE spreads.

Action:

Transformational Leaders provide technical

assistance, model, monitor, and evaluate.

CHAPTER 5
Summary, Conclusions, and Recommendations
Summary
OBE is a research-based process predicated on the
belief that all students can learn given enough time and
proper conditions for learning.

It incorporates the most

effective schooling practices to achieve identified outcomes
and desired exit behaviors.

OBE is an evolutionary, not

revolutionary, reforming process which features both
structure (e.g., mastery learning) and flexibility (e.g., it
responds to the latest research).
Conclusions
As a result of this study, the following conclusions
are made:
1.

OBE is one means of effecting positive change in

student achievement.
2.

OBE provides a framework for using effective

schooling practices.
3.

OBE is a developmental process which requires time

and commitment, more than resources.
Recommendations
As a result of the conclusions of this study, the
following recommendations are made:
1.

Educators should implement change based on research

supported "best knowledge" (Champlain, 1990).
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